Within ESL, interest has been growing in the pedagogical implications of poststructuralist theories of identity and in the need for gay-friendly teaching practices. However, research on identity has largely neglected the domain of sexual identity, and efforts to develop gay-friendly pedagogies have not yet engaged with poststructuralism. This article introduces some of the key concepts of queer theory, which draws on poststructuralism, and suggests implications for teaching. The central argument is that a queer theoretical framework may be more useful pedagogically than a lesbian and gay one because it shifts the focus from inclusion to inquiry, that is, from including minority sexual identities to examining how language and culture work with regard to all sexual identities. This article then comments on an ESL class discussion in the United States that focused on lesbian and gay identities. 
W ithin English language education, there has been a growing interest in poststructuralist theories of identity and what they imply for teaching and learning (see the special-topic issue of TESOL Quarterly on language and identity, Vol. 31, No. 3, 1997; Peirce, 1995; see also Pennycook, 1994; Rampton, 1994 ). Yet within professional publications the domain of sexual identity has been largely overlooked. (In this article the term sexual identity is used primarily to suggest parallels with other work on identity in language education but also to avoid the debates of causality implicit in the terms sexual preference [choice] and sexual orientation [innateness].) Rare mentions include Littlejohn and Windeatt's (1989) call for teaching materials to be evaluated in terms of, among other things, heterosexism and McNamara's (1997) references to gay and lesbian students and teachers, and to queer theory's reappropriation of the word queer.
At conferences and in newsletters, however, TESOL practitioners have shown considerable interest in making learning environments and teaching practices more gay friendly. The broad objective of gay-friendly pedagogies is to make classroom work more relevant to more learnersnamely, those who * identify themselves as lesbian, bisexual, or gay; * interact with gay-identified people at work, at school, at home, or on the street; * encounter lesbian or gay issues simply by watching television or reading a magazine (see Mittler & Blumenthal, 1994) . Educational organisations like TESOL have appointed task forces and formed committees to provide leadership and generate scholarship on how to make language education more effective and more equitable with respect to people of every sexual identity (see Cummings & Nelson, 1993; Nelson, 1993b) .
Some analysts (see, e.g., Brems & Strauss, 1995; Hirst, 1981; Nelson, 1993a) have argued that homophobia (a prejudice) and heterosexism (systematic discrimination) can adversely affect learning and teaching and therefore need to be addressed within the classroom, the educational institution, and the profession at large. In class and on campus, any learner or teacher-not just those who identify themselves as straight-should be free to decide how open they wish to be about their own sexual identity without fear of incrimination (Destandau, Nelson, & Snelbecker, 1995; Kappra, 1998 Kappra, /1999 Nelson, 1991 Nelson, , 1992a Nelson, , 1992b Snelbecker, 1994) . Practitioners in both ESL (Carscadden, Nelson, & Ward, 1992; Jones & Jack, 1994) and EFL (Neff, 1992; Summerhawk, 1998) have offered practical suggestions for making curricula and materials more gay inclusive. In some commercial teaching materials, references to lesbian or gay issues are being integrated within discussions of families or social discrimination (see Clarke, Dobson, & Silberstein, 1996; Thewlis, 1997) .
Despite these efforts, some colleagues are puzzled, even perturbed, by the idea that lesbian or gay identities could have any relevance to language learning. To them, gay-friendly teaching is at best of marginal importance, of interest only to a small minority of learners and teachers (gay ones), and at worst invasive, inserting a discourse of (homo)sex into a field in which that discourse is neither relevant nor appropriate.2 These colleagues do not always recognise that sexual identity is already an integral part of ESL. "Husband, wife, wedding ring . . . anniversaries, in-laws, boy/girl friend: all are the currency of everyday social intercourse for the heterosexual" (Harris, 1990, p. 103), but are these references to sexual identity perceived as such? References to gay relationships, customs, or characters may be more likely to be seen as signifying sexual identity (and even sexual behaviour, as gay-identified people are often hypersexualised; see Hinson, 1996) .3 Other colleagues find the notion of gay-friendly teaching appealing but feel they lack the requisite support, resources, or know-how to proceed (seeJones, 1993, as cited in Snelbecker, 1994, p. 110), which is not surprising given the current dearth of research on sexual identities in classroom practice. This article is part of a larger research project that looks at how the topic of lesbian or gay identities comes up in ESL classes, what choices or challenges arise, and what strategies are helpful in dealing with them. The aim is to suggest pedagogical implications.
If there is no practice without theory (Belsey, 1980), then it is necessary to consider the theoretical underpinnings that inform classroom practice. Thus far, calls for gay-friendly pedagogies have drawn on a lesbian and gay identity framework, which aims to legitimate subordinate sexual identities. Although a lesbian and gay framework has been very useful politically in mobilising for civil rights, it may be less useful pedagogically.4 This article proposes that queer theory, an emerging body of work that draws on poststructuralist theories of identity, may be of practical use in both explaining why gay-friendly teaching practices are important and suggesting how such practices might be accomplished. Queer theory shifts the focus from gaining civil rights to analysing discursive and cultural practices, from affirming minority sexual identities to problematising all sexual identities. Pedagogies of inclusion thus become pedagogies of inquiry (following Nelson, 1998 (Hall, 1990) , not essences but strategies (Spivak, 1990) , not "museum pieces or clinical specimens" but "works in progress" (Phelan, 1994, p. 41 ). Lesbian and gay identity theory began to seem too fixed and narrow to account for a diverse range of sexual identities (including bisexuality and transgenderalism), relationship types, sexual practices and values, multiple identities, and responses to AIDS. In the 1980s and 1990s the theoretical and practical challenges to identity politics led to the emergence of queer theory and activism (Seidman, 1995) . The word queer, once a term of derision, has been reappropriated and is now used, somewhat paradoxically, in two different ways. Queer serves to protest, or at least blur, clear-cut notions of sexual identity, but it also can be used as shorthand for the somewhat lengthy phrase lesbian, gay, bisexual, and transgenderal (Warner, 1993) .
Not Facts But Acts
According to queer theory, sexual identities are not facts but acts; that is, they are not what people are but what they do (Butler, 1990) , and central to the "doing" of sexual identity is discourse (following Foucault, 1980 Foucault, /1990 . Queer theory draws on the linguistic concept of performativity--that utterances act on the world rather than just describe it-in arguing that sexual identity is performed rather than expressed (Butler, 1990 , drawing on Austin, 1962 ). This concurs with linguistic work that theorises social identities as "communicatively produced" (Gumperz & Cook-Gumperz, 1982 , p. 1), that is, not preexisting language but "in large part established and maintained through language" (p. 7). It follows that interacting socially and discursively involves producing and interpreting sexual identities.
Culturally Significant
It is not just people who identify as lesbian or gay who are engaged in producing and interpreting sexual identities. Whereas lesbian and gay theory focuses primarily on lesbian and gay people, queer theory is interested in how the "homo/heterosexual definition" shapes the lives of people "across the spectrum ofsexualities" (Sedgwick, 1990, p. 1). Queer theory takes what Sedgwick calls a "universalizing view," which sees the defining binary of "homo/heterosexual" as potentially relevant to anyone, in contrast to a "minoritizing view" (p. 1) that sees the binary as relevant only to a fixed minority (gay people).
But, according to queer theory, the straight/gay defining binary does more than shape sexual identities. It constitutes a category of knowledge as significant as masculine/feminine or bourgeois/proletariat, at least within the discourses and cultural practices of what Sedgwick (1990) refers to (rather vaguely) as the West. So the straight/gay binary is broadly relevant not only because it shapes dominant as well as subordinate sexual identities but also because it shapes ways of thinking and living. Furthermore, both the degree of importance associated with sexual identities and the ways in which they are produced and interpreted are not universal but vary according to the cultural context (see Livia & Hall, 1997) .
Necessary but Problematic
Queer theorists thus see sexual identities as central rather than peripheral to cultural practices and discourses. But they do not see sexual identities as straightforward or even desirable. Queer theorists point out that even though producing sexual identities is necessary, it is also, in some sense, "impossible" (Hall, 1996 , p. 16).5 For one thing, it is difficult to separate sexual identity from other acts of identity because identities are not just multiple but mutually inflecting. In other words, sexual identity is experienced (or accomplished) in "a particular class-, race-, or gender-mediated way, and only so" (Seidman, 1993, pp. 136-137); likewise, cultural identity, for example, is mediated by sexual identity (see Mac an Ghaill, 1994, p. 165).
Furthermore, queer theorists caution, sexual identities can exclude as well as include, limit as well as liberate (Fuss, 1991) . Solidifying fluid sexualities into fixed sexual identities that can then be taxonomised may have more to do with social control than with empowerment. After all, the purpose of the straight/gay binary is not merely to describe sexual identities but to regulate them; in other words, the binary is not neutral but normative (that is, heteronormative; Warner, 1993).
So although a lesbian and gay approach calls for appreciating, or at least tolerating, sexual identity diversity, a queer approach problematises the very notion of sexual identities. Whereas a lesbian and gay approach challenges prejudicial attitudes (homophobia) and discriminatory actions (heterosexism) on the grounds that they violate human rights, a queer approach looks at how discursive acts and cultural practices manage to make heterosexuality, and only heterosexuality, seem normal or natural (heteronormativity).
USING QUEER THEORY FOR CLASSROOM INQUIRY
Thus far, efforts to integrate gay issues into ESL/EFL have been based on a lesbian and gay identity framework. In terms of classroom practice, the central focus has been developing what Britzman (1995) calls "pedagogies of inclusion," which aim to introduce "authentic images of gays and lesbians" (p. 158) into curricula and materials. But inclusion, however well intended, can be problematic for a number of reasons. How is "a lesbian" to be represented in curricula or materials? Which characters or characteristics will be included, which excluded? If these representations come only from the target culture, are they sufficiently inclusive? Will teachers, teacher educators, and material developers have the knowledge to be able to include sexual minorities? Will students consider such inclusions relevant to their own lives and to their needs as language learners? After inclusive references are made, what happens next? Who decides?
Another potential difficulty with inclusion is that its underlying purpose may be legitimation, or the inclusion of lesbian and gay identities so that they can become more acceptable to the majority (see Britzman, 1995; Misson, 1996) . But the goal of legitimation may be problematic. Ironically, to legitimate one must first delegitimate-in other words, aiming for tolerance presupposes intolerance. Only two possible positions are created-to be either tolerant or tolerated (Britzman, 1995). Thus an emphasis on including minorities can serve, however unintentionally, to reinforce their minority status. In contrast, pedagogies of inquiry based on queer theory shift the focus from learning about (or learning to accept) lesbian, gay, and bisexual people to analysing how language and culture work with regard to all sexual identities. An inquiry approach, informed by queer theory, might involve * acknowledging that the domain of sexual identity may be important to a range of people for a range of reasons; * examining not only subordinate sexual identities but also the dominant one(s); * looking at divergent ways of producing and "reading" sexual identities in various cultural contexts and discourses; * identifying prevailing, competing, and changing cultural norms that pertain to sexual identities; * exploring problematic and positive aspects of this identity domain; * considering sexual identity in relation to other acts of identity and vice versa.
For a number of reasons, queer theory may provide a more flexible, open-ended framework for facilitating inquiry, particularly within the intercultural context of ESL, than lesbian and gay identity theory does. Even though advocating for marginalised identities could at times be necessary in the classroom, as an approach to teaching it may be somewhat limited. On a practical level, inquiry may be more doable than inclusion because teachers are expected not to have all the answers but rather to frame questions, facilitate investigations, and explore what is not known. Queer-informed inquiry also has the advantage of allowing for a range of sexual identities to be referred to or discussed throughout curricula rather than only in relation to certain so-called gay topics. In terms of engaging learners and teachers whose experiences and viewpoints are diverse, a focus on analysis may be more effective than a focus on advocacy. Furthermore, a queer approach recognises that sexual identities are not universal but are done in different ways in different cultural contexts, and it calls for a close look at how identities are produced through day-to-day interactions.
Instead of trying to make subordinate sexual identities seem natural or normal (in fact, they do not seem so to many people), a queer approach to pedagogy asks how linguistic and cultural practices manage to naturalise certain sexual identities but not others. In other words, the issue is not whether a particular sexual identity is natural but how it has been made to seem natural (or unnatural) (in the tradition of Michel Foucault, not what the truth is but how effects of truth are produced). Instead of sidestepping or smoothing over the complexities that inevitably accompany acts of identity, a queer approach makes these problematic aspects the very site of learning. The point is not to abandon efforts to include lesbian and gay characters or issues because of the difficulties of representation, nor to choose between the constructive and the constraining aspects of identity, but to make these tensions a central focus of investigation.
The Lines of inquiry like these may be beneficial for a number of reasons.
They encourage learners and teachers to question what may appear factual, and they allow for-and may even pedagogically exploitmultiple perspectives and diverging knowledges (Candlin, 1989; Kumaravadivelu, 1994 ). Looking at how sexual identities are done or accomplished encourages participants to demystify potentially unfamiliar aspects of the target language and culture, but without reductively constructing the culture as homogeneous or unchanging. Also, considering more than one cultural context helps specify rather than universalise what it means to identify (or be identified) as bisexual, lesbian, or straight.
Most importantly, the questions outlined above serve to remind learners and teachers that identities are, after all, not truths, facts, or things but theoretical constructs that "arise at specific times, in specific places, to do specific work" (Poynton, 1997, p. 17) . Considering the various purposes identities serve may help learners (and teachers) negotiate them more strategically.
OBSERVING AN ESL CLASS
When the topic of lesbian or gay identities is raised in an ESL class, what sorts of choices and challenges do teachers face as they attempt to facilitate classroom inquiry? To address this question, I visited a grammarbased class at a community college and a speaking/listening class and an academic writing class at two different universities. Participating teachers were selected on the bases of the following criteria: (a) They had at least 6 years' teaching experience; (b) they were interested in sexual identities in ESL and had previously worked with the topic of lesbian and gay identities in the classroom; (c) they thought it likely that this topic would come up in their current classes; and (d) they were currently teaching at an intermediate or advanced level, which meant their students could be interviewed in English. With the teachers' and students' permission, I observed each of the three classes for 2 consecutive weeks, collected worksheets and students' written work, and conducted interviews with the teachers and about half of the students. (I told the students I was studying "identities in ESL" as I did not want to introduce the topic of sexual identities.) I also facilitated one focus group at a TESOL convention and three focus groups with teachers at one of the universities where I had observed a class. This article draws only on field notes and the transcript from one class discussion (following Nelson in Candlin,Janks, Nelson, Norton, & O'Loughlin, 1998).
The Class
The teacher, Roxanne,6whose LI is (American) English, had 20 years' experience teaching ESL and EFL. Her grammar-based ESL class met for 2 hours each day at a community college in the United States. The college was located in a gay neighbourhood in a city where discrimination based on sexual identity is illegal in. areas such as housing and employment. At the time of this lesson, a flier advertising a local lesbian and gay rights event was posted near the classroom. The 26 students were immigrants and refugees from 13 countries in Africa, Central and South America, and Asia; half were women, half men; and their ages ranged from early 20s to early 70s. They had been living in the United States a few months to a few years, and although many were currently working, most intended further study.
The Discussion
One month into the course, Roxanne passed out a worksheet that she had written for homework as part of a unit on modal verbs in English (see the excerpt at the beginning of this article). The next day, the students discussed their written answers in small groups. When Roxanne reconvened the whole class and invited questions about the worksheet, a lively discussion of Scenario 3-"Those two women are walking arm in arm"-ensued. While observing this discussion I was struck by a heightened sense of unpredictability-at any given moment, the discussion might deepen, become confronting, or be suddenly brought to a closeand, paradoxically, by a sense of calm routine-as in other discussions in this class, about half of the students spoke, but all seemed attentive, and the atmosphere felt pleasant, studious, ordinary.
What follows is the transcript of 3 minutes from the 15-minute class discussion of "Those two women are walking arm in arm" as well as my thoughts while observing (in italics). This commentary involves moment-to-moment speculations and judgments rather than careful analysis and argumentation, an unusual choice that has its limitations. The commentary was necessarily written retrospectively, and it raises more questions than it answers, as many of the speculations cannot be confirmed by observable evidence. Nonetheless, I hope to highlight some of the challenging choices teachers (and learners) may face when dealing with this topic and to do so in a way that may be meaningful to a range of readers (see Bailey & Nunan, 1996) while acknowledging the particularity of my own perspectives, interests, and limitations as researcher (see Lather, 1991) .
The focus of the class discussion is first on grammar, namely, whether the continuous tense is appropriate in "They could be loving each other." When one student suggests, "They could be lesbians," the meaning, spelling, and pronunciation of lesbians are clarified.7 Then the teacher shifts the discussion off grammar with such questions as "Is this true in your country?" and "Do you remember when you discovered in the United States it was different?" 
Roxanne

ANALYSING CLASSROOM PRACTICE
This lively discussion about the complexities of reading and producing sexual identities was prompted by a task written by the teacher. How did the task encourage inquiry, and how does queer theory relate to this class discussion?
The Task One of the challenges of working with the topic of lesbian or gay identities, particularly the first time it is raised, is that teachers may be unsure whether students are interested in or familiar with this topic or how they position themselves with regard to sexual identity. Added to this sense of uncertainty is the likelihood of divergent views and experiences among the students. This task was developed in a way that makes it accessible and potentially relevant to any student, as anybodywhether straight, queer, or none of the above-could see same-sex affection and speculate about what it might mean. In fact, this task was intended for students who were very likely to have seen two women or two men walking arm in arm, because in the immediate vicinity of the classroom this was virtually a daily occurrence.
Furthermore, the task calls for not just one but three or four interpretations of each scenario, which accomplishes several things. Asking for multiple interpretations serves to underscore the uncertainty often associated with reading sexual identities. This uncertainty demonstrates why verbs sometimes need to be modalised, and it also allows students to raise the possibility that the two women are lovers but does not require that they do so, as there is no right answer. Because the teacher had the students discuss their written answers in small groups, the students were exposed to even more speculations (and the teacher had the chance to circulate and find out how students were responding to the task before deciding whether further work was needed).
Another teaching challenge is to find ways of working with lesbian or gay identities, or indeed any identities that tend to be marginalised, without further marginalising (or defending or valourising) them. This task presents the scenario of seeing affection between women as both ordinary and noteworthy-ordinary in that interpreting same-sex affection is placed within the realm of the everyday (along with, e.g., eating and gift giving) and noteworthy in that asking for speculations implies a degree of ambiguity, uncertainty, or potential misunderstanding, particularly interculturally. The students are asked to speculate about what public affection between women might indicate, not to debate whether or in what circumstances women should have the right to walk arm in arm. This task thus manages to frame the interpretive process as potentially problematic rather than frame the behaviour that is being interpreted as some sort of social problem.
The Class Discussion and Queer Theory
During the class discussion, the students noted that the extent to which gayness is marked or unmarked varies according to cultural context and that what signifies gay in one country may not in another. As a result, even seemingly nonsexual activities like walking down the street can become dilemmas-and not only for those who identify as gay (these dilemmas became the subject of discussion following the excerpt above). Interestingly, the students' comments are congruent with a queer theory view of sexual identities as culturally readable acts or positionings that are an inevitable, if complex, part of day-to-day interactions. These comments also highlight how the cultural imperative to produce so-called acceptable sexual identities (what queer theorists call heteronormativity) shapes not just sexual behaviour but other aspects of social interaction, such as relating to friends in public.
In this lesson, sexual identity was more than just the topic of discussion. Even as the participants talked about lesbians or gay men, they were positioning themselves and each other in terms of sexual identity. Even as they discussed the social norms that regulate behaviour with regard to same-sex affection, their discussion was being regulated by those same sorts of social norms. In fact, following queer theory, even when sexual identities are not being discussed, they are being read, produced, and regulated during the social interactions of learning and teaching. This opens up interesting questions for further research on classroom practice.
CONCLUSION
This article has argued that within ESL, learners, teachers, teacher educators, and material developers need to be able to refer to and discuss not just straight but also lesbian, gay, bisexual, transgenderal, or queer identities. The point, however, is not simply to include a range of identities but to do so in a way that facilitates inquiry. To this end, a queer theoretical framework may prove more useful than a lesbian and gay framework because it theorises sexual identities as * culturally contextualised, readable acts rather than inner essences that are universal; * positionings (relational) rather than possessions (individual); * potentially relevant to anyone rather than just to gay people.
In short, the work of queer theorists may be well suited to support the work of ESL learners and teachers, as these groups share an interest in analysing cultural and discursive practices. Whether the intention is to critique these practices or to learn them (or a combination of the two), the task is to investigate the workings of language and culture in order to make them explicit. I hope this article has evoked something of the rich potential that studying sexual identities offers teaching theory and practice. Much more work is needed. 
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